Teacher agency is a concept that defines a teacher's commitments and capabilities of making decisions and taking actions which result in a change in the community of teaching (Husu & Toom, 2010; Pietarinen, Pyhälto & Soini, 2016). Since practicum teaching is the first place where teacher trainees enhance both theoretical and practical teaching experiences, it plays a crucial role in shaping teacher trainees' professional agency. Putting emphasis on the practicum teaching and different instructional backgrounds, this study aims to describe English language teacher trainees' sense of professional agency in practicum in Poland, Portugal, and Turkey. In addition, it attempts to compare three practicum settings in terms of the professional agency. The main findings of the study show that teacher trainees have a sense of professional agency in three countries but their level of agency varies. Considering the dynamics of agency, it can be stated that teacher trainees feel more agentic in reflection. Turkish and Portuguese practicum contexts show similarities in the components of reflection and positive interdependence; however, three countries significantly differ in the sense of professional agency from a holistic perspective.
Introduction
The integrative concept, professional teacher agency, reflects teachers' capability of taking active roles in their work communities. The multifaceted face of professional agency determines teachers to be active agents in various ways such as assuring responsibility, collaborating, providing help, developing professionally (Eteläpelto, Vähäsantanen, Hökkä, & Paloniemi, 2013; Soini, Pietarinen, & Pyhälto, 2016 , Pyhältö, Pietarinen, & Soini, 2015 . However, the capacity of teachers to attain active roles as regards their profession substantially depends on the different phases of their teaching career, different implementations at teacher education and influences at their multiple educational policy contexts (Toom, Pyhältö, & Rust, 2015) . To this end, teacher trainees' capability of developing a sense of professional agency has been investigated in this research within a comparative framework. Three different practicum teaching settings, namely Polish, Portuguese, and Turkish contexts, were selected in consideration of the geographical locations and OECD reports (2018) that indicate differences in the educational status of these three countries.
The diversity in the parameters that affect professional teacher agency will shed light onto the investigation of multifaceted professional agency formation. Very few studies have investigated the teacher trainees' sense of professional development and the restricting and strengthening effects of practicum teaching (Eröz-Tuğa, 2012; Susoy, 2015; Turnbull, 2005) . However, studies reveal that practicum teaching is the first authentic context where teacher trainees are confronted with the real students and the work community. It is the place where they attempt to bridge the gap between teacher education and classroom realities for the first time (Eröz-Tuğa; 2013; Susoy, 2015) . It is also remarkable to note that the implementation of practicum teaching varies according to the educational policies of the countries. Each practicum teaching is assumed to have a restricting and positively affecting role on the development of teacher trainees' sense of professional development as they will confront various constraints and challenges as a result of provided resources and opportunities within their teaching context.
Literature review 1.Professional teacher agency
The literature describes the notion of "agency" as one's commitment and capability to make choices and take intentional actions in a way that results in difference in one's life and in community (Pyhältö, Soini, & Pietarinen, 2011; Pyhältö, Pietarinen, & Soini, 2014; 2015; Vähäsantanen, Saarinen, & Eteläpelto, 2009 ). The concept of professional teacher agency involves personal, situational and social parameters which construct teachers' agentic behaviours. These parameters might be the support or constraints in the workplace, professional relationships in the school community, leadership and organizational climate (Clement & Vanderberghe, 2000; Vähäsantanen et al., 2009) .
There are some studies that focus on teacher development at certain points in a teacher's career (Lipponen & Kumpulainen, 2011; Zeichner & Conklin, 2010) ; nevertheless, there are fewer studies focusing on how and in what forms teacher learning occurs in the everyday practices of school (Hoekstra, Beijard, Brekelmans, & Korthagen, 2007) . Moreover, the tendency in recent teacher education research is to investigate a particular element of teacher learning such as reflective practice (Akbari, 2007; Husu, Toom, & Patrkainen, 2008) ; teacher beliefs (De Vries, Jansen, & Van de Grift, 2013); and teacher motivation (Han & Yin, 2016) . There are some studies that reveal that teacher learning is a multidimensional phenomenon that cannot be attributed to one concept (Meirink, Meijer, Verloop, & Bergen, 2009 ). However, there is still scarcity in the investigation of interrelation between teacher learning in the professional community and classroom practices . The need to describe the multi-dimensional feature of teacher learning is confronted by the concept of 'professional agency' as it entails several notions related to teacher learning such as teacher motivation as the individual teacher constitutes the will to learn; and teacher autonomy as the teacher regulates his/her own learning, professional development and beliefs (Sachs, 2003; Turnbull, 2005) . Some research basically focuses on different behavioural attributes teachers benefit from while reforming teaching and modifying instructional practices. Pietarinen, Pyhältö, and Soini (2016) describe constructing professional relationships and relying on them as collective efficacy, and constructing organizational climate as positive interdependence, both of which are the behavioural attributes at community level whereas reflecting on teacher experiences is at the individual level.
Professional agency is priorly defined as the capacity of the teachers to manage their own learning both as a personal endeavour and in the school community (Pyhältö, Pietarinen, Soini, 2012; Pyhältö et al., 2014; Pietarinen et al., 2016) . In this sense, collective efficacy involves both using others in the community of school as a resource and acting as an aid for them, which Pietarinen et al. (2016) report as "co-regulative learning" (p. 114). It is a common belief among teacher practitioners that teachers are influenced by their working environment; however, they can also act as leaders to modify the working environment. Accordingly, professional agency refers to the teacher capacity to construct this conducive atmosphere for developing. For instance, effective teacher learning may occur in a teacher community where collaboration and mutual support are fostered. Furthermore, this context-dependent nature of teacher learning might result in instructional and educational reforms carried out by teachers .
Some studies indicate that positive emotions evoked in the collegial environment promote efficient teacher learning since colleagues can rely on each other in a supportive organizational climate (Bakkanes, Vermunt, Wubbels, & Imants, 2006; Pyhältö et al., 2014; 2015) . There are more studies which report that mutual support among colleagues influences teachers' affective attributes. More particularly, teachers who get support from their colleagues are less likely to quit the profession (Pomaki, DeLongis, Frey, Short, & Woerhle, 2010) . The interrelation between collective efficacy, positive interdependence and reflective practice is remarkable, and it is noteworthy to state that the first two parameters at community level contribute to the third parameter at individual level. The study conducted by Pietarinen et al. (2016) shows that "experienced agency in the professional community contributed to teacher learning in the classroom" (p. 124). Some studies (Edwards, 2007; Lipponen & Kumpulainen, 2011) also confirm that the teachers benefiting from positive interdependence in the professional community are more likely to enhance students' learning in the classroom as they expand their practical knowledge through reflection on their teaching practices.
Pre-service and in-service teachers' agentic behaviours might indicate diversity at the community and individual level. Skaalvik and Skaalvik (2011) yield that supervisory support contributes to collective efficacy, and supervisory support is found to be a significant dimension that constructs preservice teachers' agency particularly in practicum studies (Degago, 2007; Turnbull, 2005) . Nonetheless, there are some contradictory studies among in-service teachers in this issue. Although Meirink et al. (2009) point out that in-service teachers confirm teacher learning by relying on their colleagues in solving problematic situations, Kwakman (2003) reports that in-service teachers rarely observe each other in class or get prepared for the lessons with a collaborative work in order to develop their teaching.
Research questions
In order to elaborate on the concept of the professional agency in pre-service teacher education programs, this study aims to describe and compare English language teacher trainees' sense of professional agency in practicum in three different countries, Poland, Portugal, and Turkey. The following research questions will throw light upon the description and comparison of the agency in practicum settings.
1. To what extent do English language teacher trainees have a sense of professional agency in practicum contexts in Poland, Portugal, and Turkey? 2. Is there a statistically significant difference among these three countries in terms of the teacher trainees' perceptions of professional agency in the practicum?
Method

Research design
Within the framework of quantitative research methodology, descriptive research design has been used in this study. As the name suggests, descriptive research provides information about the specifics of the construct. According to Cohen, Manion and Morrison (2007) , "such studies look at individuals, groups, institutions, methods and materials in order to describe, compare, contrast, classify, analyse and interpret the entities and the events that constitute their various fields of inquiry" (p. 205). From this perspective, the professional agency of teacher trainees in Poland, Portugal and Turkey has been described and compared through the administration of a questionnaire.
Participants
The subject group of this study consists of 90 English language teacher trainees who broaden teaching experiences in practicum in Poland (n=27), Portugal (n=21), and Turkey (n=42). They were selected with convenience sampling which helps the researchers to collect data from the participants in more practical ways (Fraenkel, Wallen, & Hyun, 2012) . In the Turkish context, 32 participants (76.19%) were female, and 10 participants were male (23.81%). All of them were aged between 22 and 25 years. While 34 teacher trainees had their practicum at state secondary schools (80.95%), 8 teacher trainees practiced at state high schools (19.05%). With respect to the research setting in Portugal, all participants were female (n=21). Their age ranged from 22 to 55 years, and the mean age of the participants was 36 in Portugal. Their practicum schools were categorized as the basic, primary, secondary and high schools.
As for the Polish context, the demographics show that 24 participants (88.89%) were female, and 3 participants were male (11.11%). Their age group was between 23 and 44 years.
Practicum settings
Practicum is an essential part of teacher education which gives opportunities to teacher trainees to get involved in the teaching community. In this study, there are three different practicum contexts. In Turkey, practicum takes place in the seventh and eighth semester of 4-year English language teaching program at the BA level. The first semester is called "School Experience", and teacher trainees observe language classrooms at state schools. In this term, teacher trainees have weekly meetings with teacher trainers about their observation. The second semester is "Teaching Experience", in which they have active roles in lesson planning, teaching language skills, material development, assessment and evaluation, and classroom management. During this semester, teacher trainers observe trainees' teaching skills in practicum settings, and give feedback on their strengths and weaknesses. In Poland, practicum may be offered in 3-year BA program for teacher trainees who will work in primary education or 2-year MA program for teacher trainees who will work in secondary education. In this research context, teacher trainees have three semesters of practicum. Firstly, they observe the instructional setting and reflect on what they have experienced. Then they give assistance to their mentor teachers in course preparation, material design and testing. Following that, they get prepared to teach on their own. Finally, they familiarize themselves with the documentation process. In Portugal, practicum is given at the MA level. If the MA program entitles teaching young learners, teacher trainees are educated for 3 semesters, but the programs for teaching upper levels last 4 semesters. As for the context of practicum, teacher trainees attend and observe the lessons at the beginning. In the following stages, they get involved in lesson planning and teaching. Besides, they have weekly meetings with their teacher trainers to discuss the practicum process.
Data collection
In this study, quantitative data were collected through the 7 point Likert questionnaire with 3 main factors and 18 items. The questionnaire is entitled "Teacher Trainees' Sense of Professional Agency in Practicum" (TTSPAP). It has been adapted from the questionnaire of "Teachers' Sense of Professional Agency" which was developed by Pietarinen et al. (2016) in order to measure the teacher agency in inservice teaching. The adaptation of this questionnaire into practicum context has been carried out in accordance with the steps explained below:
a) The questionnaire items were re-written by English language teacher educators in line with the practicum practices and pre-service teacher education.
b) The questionnaire was piloted in a large sample (N=251) to conduct exploratory factor analysis (EFA) with the aim of ensuring the construct validity. c) The results of the EFA show that the questionnaire was validated with 3 factors and 18 items.
The factors are respectively given as follows according to the magnitude of the eigenvalues: Collective Efficacy, Reflection and Positive Interdependence. This factor structure explains 51.65% of the total variance. d) Following the validation of the factor structure, reliability statistics were calculated to figure out how consistently the questionnaire items could measure the sense of professional agency. Cronbach Alpha value of the questionnaire was reported as .87. This indicates a high level of reliability according to Hinton, McMurray, and Brownlow (2014) . Reliability analysis also explicates that the questionnaire items in each factor are internally consistent. "Collective Efficacy" (α=.84), "Reflection" (α=.77) and "Positive Interdependence" (α=.74) are viewed as the factors which consistently measure the target construct.
Data analysis
Quantitative data were analysed in SPSS 21 (Statistical Package for Social Sciences). First of all, descriptive statistics (e.g. mean scores, standard deviation) were used to provide information on the participants' levels of professional agency. Besides that, comparison tests were conducted to compare teacher trainees' sense of professional agency in three countries. In order to test the assumption of the comparison tests, normality tests were employed, and test results showed that some data sets were not normally distributed. Likewise, homogeneity of variance was not ensured in the data sets of the participants in three countries. For these reasons, non-parametric test, Kruskal-Wallis H Test, was conducted to explicate whether teacher trainees in three different countries vary in their sense of professional agency. Test results highlight statistically significant differences in some comparisons. To elaborate on these differences, Mann-Whitney U test was employed to compare two countries in order to find the source of statistical difference.
Results
This section presents data analysis results under the sections of the questionnaire factors. First of all, teacher trainees' professional agency in Poland, Portugal, and Turkey is comparatively described, and then these descriptive results are compared to understand whether there is a statistically significant difference among these countries in terms of the professional agency in practicum.
Professional agency in practicum
The mean scores and standard deviations of the total scores obtained from the questionnaire are summarized in Table 1 . According to Table 1 , English language teacher trainees in Portugal have the highest mean score (M=115.24) when compared to other participants in Portugal and Turkey. As seen in Table 1 , the mean scores differ in three countries. Table 2 displays to what degree this difference is statistically significant. In Table 2 , Kruskal-Wallis H Test result explains that teacher trainees in Poland, Portugal, and Turkey differ in terms of their overall sense of professional agency in practicum (χ 2 =39.53, p=.000 <0.05). According to Table 2 , there is a statistically significant difference in the sense of agency in three countries. Mann-Whitney U test results illustrate that teacher trainees in Portugal are statistically different from Turkish trainees (U=48.50, p=.000 <0.05). In a similar vein, teacher trainees in Poland differ from Turkish teacher trainees (U=294, p=.001 <0.05) and Portuguese teacher trainees (U=93.5, p=.000 <0.05) in terms of the practicum-based professional agency.
In addition to the total scores of TTSPAP questionnaire, the components of professional agency are examined separately as given in Table 3 . Table 3 presents the descriptive statistics for the questionnaire factors in each country. The mean scores were standardized according to the number of items per factor. As Table 3 outlines, the highest mean scores in three countries belong to the factor of "Reflection", which means that teacher trainees feel that they are more agentic in reflecting on their teaching practices and skills. The mean scores of Collective Efficacy, which requires collaboration and joint effort in practicum, are lower than other factors in Turkey (M=3.88) and Portugal (M=6.17). In regard to the Polish context, collective efficacy has higher mean than positive interdependence.
Collective efficacy
Collective efficacy is a factor which emphasizes the collaboration, cooperation, and encouragement in the community of practicum. Considering the items of "Collective Efficacy", it can be stated that all countries have the highest mean score in item 13 which elicits that teacher trainees can ask the teachers in practicum community for help. However, in Turkey, teacher trainees have some hesitations about getting inspiration from other colleagues in practicum (M=3.48). Teacher trainees in Portugal (M=5.81) and Poland (M=5.11) expressed that other colleagues inspired them to improve their teaching, but this item has lower mean scores when compared to others in these countries. It can be seen in Table 4 that the mean scores vary across the countries. Table 5 statistically explains that these three countries differ significantly in terms of teacher trainees' sense of professional agency in "Collective Efficacy" (χ 2 =37.74, p=.000 <0.05). Follow-up comparisons show that each two countries differ from each other in terms of the target construct. More specifically, Turkish teacher trainees' sense of collective efficacy is statistically different from those in Portugal (U=74.50, p=.000 <0.05) and those in Poland (U=226, p=.000 <0.05). In a similar vein, teacher trainees in Portuguese practicum schools significantly differ from the trainees in Poland in terms of the sense of collective efficacy (U=141.5, p=.003 <0.05).
Reflection
According to the descriptive results in Table 6 , the participants in all countries have a higher sense of agency in reflection. A majority of teacher trainees believe that they reflect on what they have experienced in practicum schools. The items that have the highest mean scores differ in three countries. In Turkey, teacher trainees put emphasis on the aspect of learning in practicum. Nonetheless, the mean score in item 8 (M=4.50) is lower than the mean scores of other items in Turkey. In Portugal, all items have similarly high mean scores. That is, teacher trainees in Portugal feel highly agentic in reflection. As for the practicum context in Poland, in a similar way, there are some items that have relatively higher and lower mean values within the factor even if teacher trainees mostly agree with all the items. For example, item 11 (M=6.30) that accentuates "learning in teaching" has the highest mean score. On the other hand, item 15 (M=5.33) related to the estimation of future success in teaching has a lower mean score whereas most of teacher trainees in Poland agree with the expression given in this item. Despite the fact that participants have high mean scores in this factor, Table 7 explicates that there is a significant difference among three countries in terms of the professional agency in reflection (χ2 =31.481, p=.000 <0.05). In very broad terms, pre-service teachers in Poland, Portugal, and Turkey statistically differ in view of their sense of reflection in practicum. Comparison tests show that teacher trainees' sense of agency in reflection in Portugal is statistically different from the agency in Poland (U=63, p=.000 <0.05) and Turkey (U=78, p=.000 <0.05) In Polish and Turkish practicum settings, teacher trainees have similar levels of professional agency in reflection. Table 8 displays the descriptive statistics for positive interdependence in practicum. In Portugal, willingness to advance the teaching community (M=6.57) and utilization of feedback from the pupils (M=6.57) have the highest mean scores. In Poland and Turkey, adjusting teaching situations according to the differences has higher mean values. However, item 12 has lower mean scores in these three countries. This item highlights the trainees' endeavours to collaborate with others. In essence, teacher trainees believe that they are agentic in encouraging others for collaboration. Nevertheless, it has relatively lower mean scores in Portugal (M=5.86), Poland (M=4.85), and Turkey (M=4.17) in comparison with other items. The mean scores in "positive interdependence" show differences in the practicum settings of three countries. In this respect, Table 9 reports that these differences are statistically significant (χ 2 =24.253, p=.000 <0.05) in terms of the sense of positive interdependence. Follow-up comparisons indicate that English language teacher trainees in Portugal are different from those in Poland (U=116.50, p=.000 <0.05) and Turkey (U=123, p=.000 <0.05) in terms of their sense of positive interdependence. In Poland and Turkey, teacher trainees have a similar level of positive interdependence agency in the practicum context.
Positive interdependence
Discussion and Conclusion
Teacher professional agency is viewed as one's intentions to take some actions which bring about changes in teaching communities (Pyhältö et al., 2011; Pyhältö et al., 2014; 2015; Vähäsantanen et al., 2009) . Since the capacity of teachers to take actions largely depend on their different educational policy contexts (Toom et al., 2015) , this study focuses attention on the comparison of three different practicum contexts as regards English language teacher trainees' sense of professional agency. The study findings holistically reveal that teacher trainees in three countries have a sense of professional agency in practicum, but the levels of agency vary across the countries. Likewise, teacher trainees' sense of agency differs within the factors of the target construct. According to these findings, Portuguese teacher trainees had the highest mean score (115.24) in the agency items in practicum. This finding is striking when the length of teacher training program is considered. As mentioned before, the teacher training program is pursued at MA level in Portugal and it lasts 3 semesters for the program "teaching young learners" or 4 semesters for the teaching programs for upper levels. On the contrary, Turkey has the lowest mean score (86) when compared to two countries despite the 4-year foreign language education. This finding shows that the development of professional agency should be promoted more in teacher education programs in Turkey. One suggestion might be to help Turkish teacher trainees to link theoretical education and real life classrooms at lower grades before they engage in practicum practices. Besides, they could be encouraged to take actions in teaching practices and make decisions about instructional processes so that they can develop more agentic behaviors. When the highest mean score of Portuguese teacher trainees is examined, one can conclude that at an MA level of teacher training program, teacher trainees may have more awareness on language teaching; therefore, they may have higher sense of agency. When teacher trainees' perceptions of reflection are examined, it is obviously seen that teacher trainees feel enthusiastic about reflecting on their teaching experiences during their practicum studies. Likewise, it could be deduced that teacher trainees benefited from the first stage of the practicum practice, which was attending and observing the lessons and keeping a reflective journal and discussing their experiences with their teacher trainers. Such an implementation may promote teacher trainees' reflective perspectives. At this point, the significance of 'reflection' in teacher education programs should be highlighted and it can be suggested that reflective practice of teacher trainees should be developed during BA studies so that teacher trainees continue to pursue reflection when they become a professional. This finding also confirms the findings of the study which reveals the effectiveness of guided reflection journals teacher trainees wrote during practicum teaching (Degago, 2007) . When the constructs in 'reflection' item are examined separately, two distinctive findings are found. Turkish trainees yield they are willing to learn more about teaching (the mean score of this item is 6.31). This displays that although teacher trainees in Turkey have a 4-year teacher training at the Faculty of Education, they are open to learning more about teaching at the final stage of their study. However, in the construct related to collaboration with mentor teachers and other colleagues, Turkish teacher trainees may have some hesitations in being so willing to discuss their own work with them. To this end, it can be suggested that from trainees' perspective, teacher trainees should be empowered to reflect on their teaching practices and then encouraged to discuss it with mentor teachers. Finally, from the mentor teachers' perspective, the responsible teachers might get observation and supervision trainings to help teacher trainees with effective mentoring strategies.
Portuguese teacher trainees display higher levels of mean scores at 'collective efficacy', which refers mostly to the collaborative work between the colleagues or collegial support between teacher trainees and mentor teachers at the workplace; and 'positive interdependence', which refers to organizational moves to plan future actions or improve the teaching environment. This result might stem from the MA level practicum studies of the Portuguese teacher trainees and the existence of more senior teacher trainees in the group. The age level and experience might ease the process of collaborative work, mutual support and organizational moves. Among the three countries, Turkey has the lowest mean score in 'positive interdependence'. Therefore, the teacher educators in Turkey should focus on the quality of teacher education programs, and provide teacher trainees with mutual support and encourage them to take part in organizational moves in teaching practices. Turkish and Polish groups, however, show similar results at collective efficacy and positive interdependence as both groups are at similar age levels and are engaged in similar practicum contexts. It could be argued that more collective practices are required in teacher education programs in both countries, which is only pursued at the final year of the study. Furthermore, it can be deduced that teacher trainees need more inspiration from teacher educators, mentor teachers and other colleagues in improving their teaching skills. Finally, the results of the construct 'I encourage my mentor teacher and other teacher colleagues to collaborate' in the attribute of positive interdependence indicate that three countries have low mean scores, which might be explained by the inexperience of teacher trainees and not having future time perspectives in terms of professional learning.
Priorly, it is stated that two parameters at the community level, 'collective efficacy and positive interdependence' contribute to the parameter, 'reflection', at the individual level . This study proves that teacher trainees may have a sense of professional agency at community level in different degrees, and they may feel more agentic at individual level. As Atay (2006) suggested that through collaboration, both prospective teachers and experienced teachers would become more reflective; therefore, teacher educators should tap into the collegial interaction between mentor teachers and teacher trainees. Similarly, congruent with Alger's (2006) view that signifies the cooperating teacher, supervisor or a colleague who would examine the strengths and weaknesses of a lesson, teacher educators should consolidate a mutually supportive learning environment for practitioners; otherwise, as Alger (2006) suggests, critical reflection done by the teacher trainees would remain scarce.
To conclude, this study confirmed that high levels of collective efficacy, positive interdependence and reflectivity lead to agentic teacher trainees during the practicum experience, however, the levels of the sense of agency in particular components might differ due to the contextual varieties. Although these three factors are complementary components that shape the agentic behaviours of the practitioner, one component might outweigh the others. This study revealed that teacher trainees in three countries felt more agentic when they were engaged in reflective practice. Though teacher trainees showed fairly high levels at the parameters of collective efficacy and positive interdependence, the results displayed that the sense of agency may be enhanced at these areas. Of the three countries, Portuguese practicum context displayed the highest levels of agency at three components. However, Polish and Turkish teachers showed similar levels of agency at the components of reflection and positive interdependence. The results might vary due to the nature of practicum studies as Portuguese practitioners studied at the MA level. The difference at collective efficacy and positive interdependence levels across countries might result from the distance or sincerity levels between the mentor teachers and teacher trainees, which was beyond the scope of this study.
These issues highlight the importance of continuous professional development for mentor teachers to enhance their mentoring skills. Likewise, teacher trainees should be given opportunities to develop an understanding of professional agency during their pre-service teacher education, and teacher educators should design practicum teaching in a way that teacher trainees could enhance their capacity to operate with the professional agency. Despite the fact that the current study provides an overall description and comparison of the professional agency in practicum, it has some limitations in terms of elaborating on the differences among the countries. For instance, it is necessary to collect longitudinal data from the stakeholders to observe how teacher trainees' professional agency is shaped in years, and to investigate the reasons why teacher trainees differ in the components of agency. As a further study, observation of the practicum practices of the teacher trainees could be implemented and teacher educator perspective could also be integrated. Another limitation of the study is the sample size. Since there are some varieties in practicum teaching across the countries, the number of participants showed differences in these three countries. Following studies may pay attention to the inclusion of more practicum settings in different countries to display the sense of professional agency from broader perspectives.
